Culturally responsive instruction has been suggested as quality education (Edwards, 2003) for minority students in subtractive and additive bilingualism settings. However, analytical curriculum development of several official English programs revealed that the gender-centric (malecentric) and Ethno-centric (Euro/Western-centric) approaches were deeply embedded in most English textbooks of curriculum development. The intent of partial mixed methods paper consisted of exploring some non-native English speaking teachers English teachers' culturally responsive leadership profile in order to further the discussion on not only how to promote English curriculum transformation in English as second language (ESL) and English as foreign language (EFL) settings, but also to effectively train culturally responsive non-native English speaking (NNES) English pre-service teachers. Comparative data analysis suggested that there were no causal relationship between NNES English teachers' culturally responsive leadership styles and their abilities to perform multicultural transformation of English curriculums. To be highly effective in transforming English curriculum, NNES English teachers needed to be systematically trained on how to do so. Implications for NNES English pre-service teacher education are framed from the culturally responsive and anti-oppressive education approaches.
Introduction
Culturally responsive instruction, a pedagogical approach that recognizes the importance of including students' cultural references in all aspects of learning Gay, 2002; Ladson-Billings,1995) has been suggested as quality education (Edwards, 2003) for culturally and linguistically diverse students in the United States of America (USA). However, documental analysis of several elementary schools English Language learning (ELL) curriculums in USA suggested that the most of them are male-centric and Euro/Westerncentric, which might implicitly or explicitly yield to teaching ELL classrooms from a subtractive bilingualism approach (see next paragraph). The gender -centric & ethno-centric viewpoints are apparent in many school textbooks in USA (Spring, 2007) .
In the United States of America, teaching ELL classrooms from a subtractive bilingualism approach means mainstreaming ELL students in order to help them become monolingual in English quickly (Soltero, 2004) . In other words, ELL's heritage languages and cultures are not reflected in the ELL curriculums. According to some scholars Haberman, 1986) , failure to implement culturally responsive instruction within elementary ELL classrooms (also called bilingual classrooms in some southern states) is due to teachers' inability to effectively apply the basic principles of responsive pedagogy (Banks, 1993; Gay, 2002; LadsonBillings, 1995; McIntosh, 2000) .
In other words, NES and NNES elementary English ELL learning teachers cannot effectively implement quality teaching when instructing elementary English learners if they lack the basic culturally responsive skills. Traditionally, in elementary ELL classrooms, ELL teachers do not only teach English to students from culturally and linguistically different backgrounds (those who do not speak English at home). They also teach ELL students other content-areas such as mathematics, science and social sciences. (Baker, 2011; Rothenberg & Fisher, 2009; Soltero, 2004) In reality, becoming a highly culturally responsive elementary ELL teacher is a long and arduous intercultural learning process which requires a lot of investment. In multicultural settings, argued Canagarajah (1999 Canagarajah ( , 2007 , NNES teachers might be highly effective because they should naturally develop the needed cultural, linguistic and leadership skills to be able to teach from the cultural-match and culturally responsive approaches. However, the commonly accepted view deeply embedded in many school districts and educational institutions has been that NNES ELL teachers are second in knowledge and performance to native speaking (NES) ELL teachers. The authority of NES ELL teachers is accepted as the norm regardless of their lack of cultural responsiveness skills (Canagarajah, 1999 (Canagarajah, , 2007 Howard, 2006) .
In the United States of America, especially in the state of Nebraska, the English language learners' population is rapidly increasing. So far, Nebraska is among 13 states with at least 200% growth in English Language Learners population between -2005 (Nebraska State Paper, 2009 ). So, teaching from the cultural-match postulate (Banks, 2010; Gay, 2002; LadsonBillings, 1994; Middleton, et al., 1988) suggested the importance of increasing NNES (also called bilingual) teachers' representation in the corps of elementary teachers, as they will serve as role models for current and future elementary English language learners. A claim (Banks, 1998 Braine, 1999; Braine & Ling, 2007; Canagarajah, 1999 Canagarajah, , 2007 Gay, 2002; Haberman, 1986; Ladson-Billings,1994; Llurda, 2005 reference erased) has been made that NNES teachers possess the required cultural competence to assure culturally responsive instruction within English language classrooms, especially in pluralistic and multicultural settings. However, a relaively low number of scholars in ELL and bilingual education fields in the USA (Ekiaka & Reeves, 2010) have looked at the basic profile of culturally responsive NNES elementary ELL teachers in an ESL context. The intent of this paper consists of exploring some NNES or bilingual elementary teachers' culturally responsive leadership profiles in a predominantly subtractive bilingualism setting, in order to further the discussion on how to effectively train culturally responsive NNES or bilingual pre-service teachers in an ESL context using a partial mixed methods approach (further details in the methodology section). To do so, the following two questions should be answered: a) In a subtractive bilingualism setting, how do NNES elementary ELL teachers implement culturally responsive teaching tenets and principles when teaching elementary ELL classrooms (English, mathematics, science and social sciences)?, b) What are the optimal culturally responsive leadership profiles which helped research participants to perform ELL curriculum transformations in a predominantly subtractive bilingual setting?
At this stage of the research, culturally responsive leadership means not only the ability to perform elementary ELL classrooms' curriculum transformation, but also to inspire elementary ELL students to become familiar with both cultures (heritage and host) through charisma, individual consideration and role-modeling.
Certainly, the answers to the aforementioned questions will evoke professional awareness, spark interest, stimulate thought, and disseminate information, knowledge and skills needed to prepare culturally responsive elementary ELL teachers. They also might assist in the design of interdisciplinary experimental research projects in culturally responsive elementary ELL teacher education plans in an ESL context. To help our readers understand the structure of this research report, the next section provides a brief theoretical overview of culturally responsive curriculum transformation and leadership types before offering a broader description of research subjects and methodology. The presentation of findings, conclusions and implications for elementary ELL teacher education in an ESL context will immediately follow.
Brief Overview of Culturally Responsive Teaching; Multicultural Curriculum Transformation & Leadership Types
In pluralistic and multicultural settings, culturally responsive teaching is an emerging topic that calls the attention of many scholars. The foundational idea of culturally responsive teaching is that responding to diverse ELL's needs requires that educators actively, collaboratively, and consistently discuss and investigate multiple human perspectives, while considering their impact on educational experiences (Gay, 2002) . Culturally responsive instruction encompasses anti-oppressive visions of teaching culturally and linguistically diverse students (Kumashiro, 2004 (Kumashiro, & 2007 It is based on two principles: the ethic of care (Nodding, 1999) -every human being matters and deserves the right to be heard and respected -and the ethic of fair teaching: every student ought to have access to fair teaching and curriculum that reflect his living realities. Each student should have the opportunity to tell his/ her own story, to teach and learn from others.
Following from the above, teaching elementary ELL classrooms should be viewed Non-Native English Speaking Elementary ELL Teachers' Culturally Responsive as a contextual and developmental process. In multiculturalism settings, argued Canagarajah (1999 Canagarajah ( , 2007 , culturally responsive practices are most effective when prior experiences, cultural backgrounds and ethnic identities of teachers and students are included in its implementation. Historically, elementary ELL students in USA have been taught from the Eurocentric and/ or Western-centric frameworks that legitimated ELL students' acquired identities while devaluing their heritage languages and cultures. According to Spring (2007) , teaching elementary ELL classrooms from Eurocentric and/or Westerncentric perspective means promoting implicit and/or explicit negation of heritage languages and cultures.
This situation is quite visible in predominantly subtractive bilingualism settings, where elementary ELL teachers, especially Native English Speakers (NES) and some NNES as well, continue to ignore, impugn, and silence the cultural orientations, values, and performance styles of elementary ELL students through imposition of mainstream's cultural hegemony, while denigrating their heritage languages and cultures (Gay, 2000; Kumashiro,2004 Kumashiro, & 2007 . Fostering culturally responsive practices for elementary ELL classrooms suggests building a cultural continuity when educating them. Hence, it is incumbent upon ELL teachers, ELL teacher educators, ELL educational managers and policymakers to be congruent in applying the basic culturally responsive pedagogy principles for elementary ELL classrooms in the United States of America.
In other words, teaching elementary ELL classrooms through culturally responsive pedagogy means recognizing, respecting, and using students' identities and backgrounds as meaningful sources (Nieto & Bode, 2008) for creating optimal ELL environments. Moreover, Ladson-Billings (1995) explains that culturally responsive teachers teach the whole child. Along with the academic achievement improvement, classroom input should help students to maintain their identities while developing a sense of community and acquiring an ethic of success. Expectations and skills should not be taught as separate entities but rather woven together into an integrated whole that permeates the curriculum content and the entire modus operandi of the classroom.
Its multidimensional aspects mean that culturally responsive teaching encompasses curriculum content, learning context, classroom climate, student-teacher relationships, instructional techniques, and performance assessments. A team-oriented teaching is sometimes required to tap into a wide range of cultural knowledge, experiences, contributions, and perspectives. Emotions, beliefs, values, ethos, opinions, and feelings are scrutinized along with factual information to make curriculum and instruction more reflective of a responsive ethnic diversity. Priority should be given to those cultural aspects that mostly directly affect learning (Gay, 2000 (Gay, , 2002 .
By doing so, the teaching input helps the learning community clarify their ethnic values while correcting factual errors about cultural heritages of the classroom's members. In the process of accomplishing these goals, students are held accountable for knowing, thinking, questioning, analyzing, feeling, reflecting, sharing and acting (Gay, 2000) . It is unrealistic to expect a NNES ELL teacher, even with higher cultural competence development, to move directly from a highly mainstream-centric, Euro or Western-centric ELL curriculum to one that focuses on decision making or social action and personal culturally responsive curriculum design. Reshaping a mainstream-centric curriculum, Euro or Western-centric comprises several levels of expertise to be learned by culturally responsive elementary ELL teachers.
The above assumption led Banks (1993) and McIntosh (2000) to identify five levels in reshaping a formal mainstream-centric curriculum. A curriculum's transformation approach ranges from slight modifications to a fully-revised social awareness and action conceptualizations. Banks (1993) and McIntosh (2000) have formulated continuums for curricular reform that help move transformation efforts from the former toward the latter. Here, we followed Banks (1993) and McIntosh's (2000) conceptualization of multicultural curriculum transformation.
In fact, transforming a mainstream curriculum means making it culturally responsive to the background of students. Reshaping a mainstream curriculum requires that the changes challenge students to develop higher-order knowledge and skills (Villegas, 1991) . Ismat Abdal-Haqq (1994) agreed that a curriculum that is culturally responsive capitalizes on students' cultural backgrounds rather than attempting to override or negate them.
Some studies (Scherer, 1999 (Scherer, , 1992 Spears, Oliver, & Maes, 1990; Banks, 2001; Chion-Kenny, 1994; Dickerson, 1993; Villegas, 1991; Hilliard, 1991 Hilliard, , 1992 Gay, 2000) on culturally responsive curriculum highlight that an effective culturally responsive curriculum: a) is integrated and interdisciplinary b) is meaningful, student centered, and connected to the child's real life c) develops higher-order knowledge and skills d) utilizes a variety of learning strategies, such as cooperative learning, whole language, and diverse learning styles.
In fact, it is difficult for novice elementary ELL teachers to learn how to transform a Western-centric ELL curriculum into a culturally responsive one. It requires a considerable knowledge base of cultural diversity. The starting point of curriculum transformation is the curriculum of the mainstream classroom, the first formal plan of instruction approved by the policy and governing bodies of educational systems. Banks (1993) and McIntosh (2000) suggested that many mainstream curriculums in the USA are Eurocentric and male-centric. They fully ignore the experiences, voices, contributions, and perspectives of non-dominant individuals and groups in all subject areas. All educational materials, including textbooks, films, and other teaching and learning tools present information in a purely Eurocentric, male-centric format. This level of curriculum design is also called the
This stage is harmful for both students who identify with mainstream culture as well as individuals from non-dominant groups. It has negative consequences for the former because it reinforces their false sense of superiority, gives them a misleading conception of their relationship with other racial and ethnic groups, and denies them the opportunity to benefit from the knowledge, perspectives, and frames of reference that can be gained from studying and experiencing other cultures and groups (Banks 1998) . The curriculum of the mainstream has negative consequences for students from nondominant groups by failing to validate their cultures, experiences, and perspectives. It further alienates students who already struggle to survive in a school culture that differs so greatly from their home cultures (Banks, 1998) . Moreover, diverse student cultures are viewed as a corruption of the dominant culture (Koppelman, 2008 , Gruwell, 2007 .
Given the increasing diversity in schools, culturally responsive ELL teachers used the symbolic curriculum (Gay, 2000) Culturally responsive teachers are critically conscious of the power of the symbolic curriculum as an instrument of teaching and use it to help to convey important information, values, and actions about ethnic and cultural diversity. The strengths of this stage are that the teacher is attempting to diversify the curriculum by providing materials and knowledge outside the mainstream culture and that the Heroes and Holidays approach is fairly easy to implement with little new knowledge needed by the teacher. Still, the weaknesses heavily outweigh the strengths: by focusing celebratory attention on non-dominant groups outside the context of the rest of the curriculum, the teacher is further defining these groups as the others; curriculums at this stage fail to address the real experiences of non-dominant groups, instead focusing on the accomplishments of a few heroic characters. As a result, students may learn to consider the struggles of non-dominant groups as extra-information instead of important knowledge in their overall understanding of the world. The special celebrations at this stage are often used for justification not to truly transform the curriculum. As such, the Heroes and Holidays approach trivializes the overall experiences, contributions, struggles, and voices of non-dominant groups, fitting directly into a Eurocentric, male-centric curriculum.
The third level of Banks and McIntosh's (2000) curriculum transformation is called the Integration or Transformative Stage. In this stage, teachers move beyond heroes and holidays to add substantial materials and knowledge about nondominant groups to the curriculum. The teacher may add to her or his collection of books those by minority and women authors. The strengths of the Integration Stage are that it moves beyond special celebrations to deal with real issues and concepts and that it more closely ties the new material into the rest of the curriculum. But many weaknesses remain: the curriculum design is still teacher-oriented, new materials and units become secondary resources, knowledge as textbooks and the meat of the curriculum are still based on a Eurocentric, male-centric orientation (Banks, 1993 and McIntosh, 2000) , and new information is still delivered from a Eurocentric, male-centric perspective.
The fourth level of curriculum transformation is named Structural Reform. At this stage, new materials, perspectives, and voices are interwoven seamlessly with current frameworks of knowledge to provide new levels of understanding from a more complete and accurate curriculum. The teacher dedicates herself or himself to continuously expanding her or his knowledge base through the exploration of various sources from various perspectives, and by sharing that knowledge with her or his students. Students learn to view events, concepts, and facts through various lenses. For example, the American History curriculum includes African American History, Women's History, Asian American History, Latino American History, and all other previously differentiated fields of knowledge.
The last level of curriculum transformation, in this case elementary ELL curriculum, is a continuum of previous stages. The Social Action Stage takes the changes made in the structural reform a stage further. Important social issues including racism, sexism, discrimination and classism are directly addressed in the curriculum. The voices, ideas, and perspectives of the students' cultures are brought to the fore in the learning experience -the students themselves become yet another diversity classroom resource.
The textbook is viewed as a single perspective among many, and the relevance of its limitations, along with those of other educational media, are explored and discussed. At this point, the reshaped curriculum is an attempt to capitalize students' cultural backgrounds rather than attempting to override or negate them (AbdalHaqq, 1994 ).
An additional feature of effective responsive teaching practices consists of displaying appropriated leadership styles. Research (Bass & Riggio, 2006; Bartunek, 1986; Greanleaf, 2002) Becoming a role model for the students is highly important by the teacher who expects his/her students to achieve their maximum performance in order to become highly competitive in the current global world. The Servant Leadership Style, according to Greenleaf (2002) , assumes that the leader is servant first. In this case, it begins with the natural feeling that the teacher wants to serve his/her students. Undoubtedly, the above framework is very important to understand the dynamic of this research report. The next segment briefly discusses the research methodology.
Methodology
As suggested above, the intent of this paper consisted of exploring some NNES elementary teachers' culturally responsive leadership profiles in a north-central state of the United States of America, in order to further the discussion on how to effectively train culturally responsive NNES or bilingual pre-service teachers. Participants were 6 in-service non-native English-speaking elementary ELL teachers available in the targeted school district. They ranked themselves as effective teachers of diverse classrooms. Two participants considered themselves as multilingual, multicultural individuals (Spanish/ Paraguay-Guarani/Paraguay-Portuguese/BrazilEnglish/USA and Spanish/Mexico-Portuguese/ Brazil-French/France-English/USA) while others were ranked as bilingual-bicultural ones (Spanish/Mexico-English/USA). None of them were working in dual-language programs.
This study used a partial mixed methods research (MMR) design following Leech and Onwuegbuzie's (2007) mixed methods research typology. It is important to clarify that mixed methods research, according to Onwuegbuzie and Johnson (2004) , falls on a continuum from not mixed (or mono-method designs) to fully mixed methods, with partially mixed designs occupying regions somewhere between monomethod designs and fully mixed method designs. Specifically, mono-methods involve the exclusive use of either quantitative or qualitative research techniques in a study. Once a study combines quantitative and qualitative techniques to any degree, the study no longer can be viewed as utilizing a mono-method design. At this stage, the research is using a partially mixed design (Leech and Onwuegbuzie, 2007) . Therefore, the research design of this project fell under partial MMR typology.
Although the grounded theory (Charmaz, 2010; Creswell, 2012) approach is the central research strategy of this research project, the authors deliberately used one questionnaire (a quantitative -QUANT-data collection tool) to support qualitative data analysis. Given the low number of participants, we limited the QUANT data analysis to a graphical representation only excluding further descriptive statistical analysis. QUAL data were gathered through in-depth interviews and field observations. From the grounded theory (Charmaz, 2010; Creswell, 2012) approach, identification of the hypothetical observation is required for data analysis. Based on exploratory field visits which took place while designing this research proposal, we contended that culturally responsive leadership should be the hypothetical central observation phenomenon. Therefore, the research questions we were exploring could be stated as follow: a) In a subtractive bilingualism setting, how NNES elementary ELL teachers implement culturally responsive teaching tenets and principles when teaching elementary ELL classrooms (English, mathematics, science and social sciences)?, and b) What is the optimal culturally-responsive leadership profile(s) which helped research participants to perform ELL curriculums' transformation in a predominantly subtractive bilingual setting?
Unlike random sampling, purposeful sampling allows the researchers to choose participants that have in-depth knowledge of the subject at hand or where information is rich (Patton, 1990) . For this research, participants were selected according to the following criteria: a) be in-service bilingual-bicultural or multilingualmulticultural Elementary (from kindergarten to fifth grade) ELL teachers in Lincoln (Nebraska) Public Schools, and b) have a minimum of 3 years of elementary teaching experience in the USA. For the sake of confidentiality and clarity in describing the data, we assigned a pseudonym to each participant. Therefore, the participants will henceforth be referred to as Claudia, Yunka, Marina, Samantha, Prudencia and Felipe. Research participants had a range of 5-29 years of teaching experiences in USA schools.
Approval for informed consent, which included procedures and protection of human subjects, was obtained from participants. The partial mixed methods QUANT-QUAL (qualitative) data collection strategy was adopted. At first, participants had to fill out a questionnaire with 12 items (See Appendix #1) related to their orientation to culturally responsive teaching designed by the authors. Based on their answers to the questionnaire, the authors scheduled two initial (90 minutes) classroom observations and one in-depth interview (60 minutes) with each participant. Prior telephone and email contacts took place before scheduling the first meeting.
The questionnaire, called the Orientation to Culturally Responsive Teaching Questionnaire (OCRTQ), was an attempt to provide research participants with an opportunity to reflect on their culturally responsive attitudes, aptitudes, skills, behaviors, etc. to find out if they were conscious of their culturally-responsive leadership competencies and curriculum transformation skills. It was drawn from Gay's (2000 Gay's ( & 2002 characteristics of cultural responsive teaching. These are: orientation to design culturally relevant curricula, orientation to create a caring community of learners, congruity in teaching and cross-cultural communication competencies. Each characteristic of culturallyresponsive teaching was considered as a research variable. Based on the main description of the content of each variable (see chart below), we formulated 4 statements per variable. A total of 12 statements were developed. Research subjects were asked to honestly react to each statement by demonstrating their level of agreement or disagreement with each item. The questionnaire' scale was: strongly agree = 3, agree = 2, disagree = 1, strongly disagree = 0. Understanding and use of students' cultural background for teaching purpose; development of compensatory strategies to overcome cultural and cognitive dissonance within the classroom; use of culturally responsive protocols of participation in discourse and classroom management, to learn ethnic home-discipline techniques, etc. classroom management strategies; ability to determine the multicultural strengths and weaknesses of curriculum and instructional methods, ability to transform male-centric and/or Euro/Western-centric English curriculum, ability to develop inclusive social action and personal curriculums.
Orientation to Culturally Responsive Teaching Questionnaire (OCRTQ) Variables Chart

Capacity to create caring & nurtured community of learners and classroom management
Passion for others to succeed in life, acceptance of nothing less than high-level success from students and work diligently to help them accomplish it; care and nurture diverse students, familiarity with each student reality through home-connection , enhancement of intercultural servant leadership skills, knowledge of different cultural scaffolding techniques ; behave in the best interests of others; bind individuals to reference groups, and to other from the mercy principle and asymmetric approach of human relationships. Use of cultural protocols of participation in discourse and classroom management, learning ethnic home-discipline techniques, display of transactional, transformative and servant leadership skills, etc.
3 Cross-cultural competences Frequent home-visits to increase cross-cultural competence, understand characteristics of ethnic communication styles and cultural values, improve teacher-parent connection, etc.
Since the questionnaire was a new research tool designed by authors, two focus groups, a pilot testing and a peer review process were used to assess its validity prior to formal use. In fact, filling out the questionnaire was the first step of data collection process, which took participants approximately ten minutes to complete. Graphs were used to represent each participant's questionnaire responses for further analysis (see next section). The credibility of the questionnaires' answers was assessed through two initial field visits and classroom observations and one in-depth interview per research subject. Furthermore, data from field, classroom observations and in-depth interview were compared to questionnaires' responses in order to answer the research questions.
Throughout classroom obser vations, principal investigators paid attention to some research-based indicators of culturally responsive teaching as suggested by and Gay (2000 Gay ( & 2002 . The chart above was considered as a classroom observation guide. Classroom observation data were recorded using the traditional paper-and-pencil technique. It helped the principal investigators to verify the validity of participants' responses to the questionnaire. At the end of the second formal classroom observation, an in-depth interview was scheduled with each participant according to the timetable that worked best for him/her during school hours.
The purpose of the initial and follow-up in-depth interviews was to elicit the story of the participants' culturally responsive teacher leadership and curriculum transformation skills. Initially, interviews were scheduled to last 60 minutes. However, given the level of interest from participants, interviews went over 90 minutes per participant. Another 60-minute follow-up faceto-face interview was scheduled two weeks later if there was a need for a deeper exploration and elaboration of crucial ideas. In total, 6 follow-up interviews were conducted (one per participant). All interviews were audiotaped and transcribed by the first author of this paper. Audiotapes were reviewed several times while reading along with the transcription in order to assure data accuracy.
Data from the questionnaires was processed using special graphing software (Kaleidagraph 3.5). Data from the interview and classroom observations was reviewed and compared with data from the questionnaire. At that point, themes began to emerge from the data and continued to appear throughout the data analysis process which was conducted using comparative methods. Interviews were transcribed immediately after realisation. Observational field notes were typed and stored in the primary principal investigator's desktop the following day. They were reviewed continually along with the transcribed interview data to come up with the finding themes. The constant comparative method was employed to keep the concepts closely to the data.
Trustworthiness of the research project findings was addressed through a constant data triangulation processes. Data from the questionnaire was compared to classroom observations and in-depth interview responses to ensure data credibility. Also, emerging themes were shared with participants as they arose. The process of research participants checking the research finding themes is essential in assuring that the conclusions were an accurate representation of research participants' responses. Finally, a narrative of findings was written as part of the iterative process of presenting a research report.
Findings
This segment offers a description of findings. Apparently, the most durable theme which emerged from the analysis of quantitative data suggested that development of culturallyresponsive leadership competencies is an ongoing process. It depends upon not only NNES elementary ELL teachers' level of being familiar with their primary reference culture's heritage and host(s), but also their commitment to transform the official Euro/Western-centric curriculums.
Figure1. Orientation to culturally responsive teaching
The primary reading of the above figure suggested that culturally responsive skills development competence is not a linear upward process. All participants scored below 60% in cross-cultural communication skills. Yunka, Claudia, Marina and Felipe also scored below 60% in responsive curriculum and teaching practices while Samantha and Prudencia scored above 60% and below 70%, as indicated in Figure #1 . Moreover, Yunka, Claudia and Felipe scored below 60% in caring community skills, while Marina, Samantha and Prudencia scored above 60% and below 70%. In other words, the 6 participants scored below 70% in responsive curriculum and teaching practices, caring community and crosscultural communication skills. This suggested the importance of making more intercultural learning and teaching training opportunities available to them in order to further assist them in enhancing their curriculum transformation and culturallyresponsive leadership skills. Furthermore, the fact that all 6 participants scored below 60% in crosscultural communication skills might potentially hinder their abilities to transform ELL classroom curriculums from being essentially Euro/Westerncentric to fully culturally responsive ones.
AddressingResearch Question #1
The first research question was: in a subtractive bilingualism setting, how will NNES elementary ELL teachers implement culturallyresponsive teaching tenets and principles when teaching elementary ELL classrooms?
Two different patterns can be highlighted here. Four participants limited themselves in performing additive curriculum transformation. Felipe, Yunka, Marina and Claudia agreed that the official accent on teachers' accountability limit their creativity to perform some sorts of curriculum transformation. Data from classroom observations confirmed the absence of innovative instructional strategies, teacherhome connections and communications in Felipe, Yunka, Marina and Claudia's practices.
In contrast, Samantha and Prudencia demonstrated an opposite approach to teaching elementary ELL curriculums (English, mathematics, science and social sciences) to elementary ELL students. Both participants claimed that limiting themselves to the "official cannon or practice" was a waste of human capital resources. Samantha's vision focuses on students becoming independent thinkers and explorers, and their able to approach the many challenges of a pluralistic society with confidence and thoughtfulness. Her teaching and classroom practices have more than one focal point: the move beyond her classroom. She once voiced her ideal school as: "one in which my colleagues and I are committed to move beyond classrooms".
Despite some institutional reluctance or open opposition to their "exotic" teaching in ELL classrooms, Prudencia and Samantha felt like they were compelled to do that extra work to connect to their students and families in order to foster higher intercultural learning experience. The following segment explains some of the basic features of Samantha and Prudencia's culturallyresponsive practices.
Instructional Conversation
Instructional conversation was the first culturally-responsive practice that Samantha and Prudencia used in their daily teaching practices. This instructional strategy is highly recommended for use with culturally and linguistically diverse learners. It is a reflexive conversational and educative discussion in which ideas are explored rather than answers to teachers' test questions provided and evaluated. It promotes critical thinking, students' engagement and responsibilities (Cazden, 1988) . Naturally, Samantha and Prudencia's instructional conversation practices were studentcentered, where students shared and negotiated Non-Native English Speaking Elementary ELL Teachers' Culturally Responsive content mostly from social sciences. For example, Samantha and Prudencia provided their students with ample opportunities to share what they know about the history of their parents' home countries, culture(s) and traditions on a bimonthly or quarterly basis. With the help of their parents, ELL students prepared a very brief talk and practiced it with the teacher before presenting it to either a small group of peers (3 -5) or the whole class. Some brief talks were performed using a poetic format.
By doing so, both teachers (Samantha and Prudencia) gave their students voices, even if these were insurgent ones. All elementary ELL students from different cultural and linguistic backgrounds learned from each other (peer learning). Data from classroom observations also demonstrated that instructional conversations promoted oral fluency in English and indirectly helped children to learn more about their own heritage cultures while learning social sciences content. QUAL analysis suggested that Samantha and Prudencia's instructional conversations were effective peer-learning, trust-building activities which potentially increased their ELL students' learning retention rates. According to the Lalley and Miller (2007) , peer-learning has been accredited as one of the best instructional strategies aimed at increasing students' learning retention rates.
Generative and School of Contrast Instruction
The generative and school of contrast instruction were the second frequent culturally responsive strategies that Samantha and Prudencia often used in their respective elementary ELL classrooms. Data gathered through classroom observations demonstrated that the generative and school of contrast have been used as curriculum and instructional strategies to transform the official ELL classroom curriculums through the aforementioned research subjects. For example, Samantha created her supplemental read-aloud scripts based on her students' writings. The generative instructional method we observed in Prudencia's classroom worked as described below. The teacher asked ELL students from different cultural and linguistic backgrounds to write paragraphs or pages about their native cultures or countries, what they valued and appreciated the most. Based on the students' writing drafts, the teacher corrected them in order to create several reading materials for her reading class to be used throughout the school year.
To be fair to all students, she planned to use all students' writings during a period of time, after discussing each reading with the whole class. According to some scholars Ladson-Billings, 1995 and McIntosh, 2000) , asking students from each cultural background to provide detailed insights not included in the curriculum, or bringing parents or experts from each culture as guest speakers, enhance students' learning and retention, motivation, cultural awareness and cultural knowledge.
Another culturally-embedded curriculum transformation strategy often used by Prudencia to enhance her students' learning is the school of contrast described in Pipher (2002) as an effective intercultural learning strategy. Here, the teacher asked each elementary ELL student to search and present some cultural characteristics of another ethnic group, instead of asking participants to write about their own cultures. The teacher scaffolded elementary ELL students' search processes and writing to help them discover the visible and invisible aspects of their peers' cultures. Writing drafts were corrected by the teacher in order to be considered as readingwriting resources for teaching. Creativity in the production of culturally-embedded resources for elementary ELL classrooms depends on the teacher's cultural and cognitive capacities to learn about her students' cultures and to be highly responsive to others.
Jurisprudential Teaching
Jurisprudential teaching (instructional strategy aimed at building awareness on issues related to social justice, race, discrimination, segregation, etc.) was the third frequent culturallyresponsive strategy that Felipe and Prudencia often used in their respective elementary ELL classrooms. It was implemented especially to make ELL students aware of the characteristics of their current learning and life contexts. Teachers presented videos (for example: El Norte) related to equity, social justice and ethic issues and the history of civil right movements. Even though, the jurisprudential teaching inquiry is suitable for secondary students, Felipe and Prudencia used this instructional inquiry based on casestudy method to introduce their students to the challenges faced by new immigrant families today in the United States of America. The case studies presented arguments, facts, situations or events and the teachers asked the students to think of the issues as they see them on the video, and to request more information from the teacher. After watching the video, a class discussion led by the teachers took place on issues related to equity, social justice, moral and ethical values, and new immigrant situations within pluralistic communities.
The jurisprudential instructional method applied in Felipe and Prudencia's elementary ELL classrooms focused on building multicultural awareness among learners. Based on their families' historical hardships when moving to the United States of America, Felipe thought that it was important to start building ELL students' cultural awareness and the sense of social justice, equality and equity at early age.
Learning Through Play
Prudencia and Samantha agreed that one of the most common elements of childhood across cultures is play. They recognized the importance of play in the lives of young children and make use of play as a way of learning and promoting cultural diversity. Both Prudencia and Samantha, referred to various educational scholars (York, 1992; Cliff, 1990; Lederberg, Chapin, Rosenblatt, & LoweVandell, 1986 ) who stressed the importance of play and games in multiracial and multicultural classrooms. During the first in-depth interview, Prudencia expressed her interest in exploring the relationship between plays/games and diversity as suggested by Rettig (1995) .
Samantha's preferred play type was role playing. During a follow-up interview, researchers asked her why she was interested in using role playing as instructional strategy to foster meaningful learning experiences and cultural diversity. Samantha replied that:
"my interest in applying role playing play arose after reading the controversy around whether children from low income homes have deficits in imaginative and dramatic play when I was in graduate school."
The central issue of controversy was whether children from low socioeconomic, non-Western homes have underdeveloped imaginative play skills (Johnson, Christie, & Yawkey, 1987) . She preferred to move beyond the controversy in order to truly use play as an instructional strategy aimed at teaching her elementary ELL students. At the same time, she was giving her students the opportunity to improve their oral fluency and fostering their confidence to speak in public. Elementary ELL students in Samantha's classroom performed role-plays based on several reading topics such as the civil rights movement, the life of Cesar Chavez, the lion dance ( type of Chinese dance), etc.
Non-Native English Speaking Elementary ELL Teachers' Culturally Responsive
Fostering learning through play includes: a) teachers' knowledge to get to know their students' cultural backgrounds (Jalongo, 1992) and stressing how important it is to be aware of communication styles of the children by learning the communication styles in the home; b) the teachers' ability to bring the outside world into the classroom (Jalongo, 1992) through the use of materials and activities; c) the teachers' ability to use literature to enrich play and an understanding of cultural pluralism (free of biases and negative stereotypes); d) initial adoption of a multicultural approach of pop culture to connect to children's cultural heritage.
Addressing Research Question #2
The second research question was: What is/ are the optimal culturally responsive leadership profile(s) which helped research participants to perform ELL curriculums' transformation in a predominantly subtractive bilingual setting?
Observational data suggested that in a multicultural classroom, teacher leadership style is one of the factors that influences overall elementary ELL students' learning. Some of the participants were not aware of their teaching leadership styles until the authors shared the emerging themes and the basic profile of culturally-responsive NNES English teachers which emerged from the qualitative data analysis.
Comparative analysis of classroom observations and interviews revealed that Marina, Claudia, Yunka and Felipe, who considered themselves as bilingual-bicultural individuals, saw themselves as being as good as their NES colleagues by keeping the ship afloat, expressed concern about institutional accountability, adopted a reward system and the traditional approach of communicating with elementary ELL parents, used classroom interaction and management patterns, and implemented additive multicultural curriculum transformation strategies. This all strongly suggested that their teaching styles were influenced by transactional leadership styles. In fact, teachers who displayed a transactional leadership style were more concerned about the status quo. As transactional leaders, generally the teachers did not look ahead strategically (Bass & Riggio, 2006) in order to move toward advanced stages of multicultural curriculum transformation aimed at ensuring quality or exemplary instruction for elementary ELL students. Instead, the teachers were worried about making sure everything worked smoothly every day.
Prudencia, who considered herself as a multilingual-multicultural individual, displayed many qualities which suggested that her teaching was influenced by a transformational leadership style: a deep commitment to her elementary ELL students' cultural values, open communication, openness to new ways of doing things, modeling learning, contagious enthusiasm, ability to inspire her students and parents, ability to set higher academic and personal expectations for her students, nurturing skills, challenging of the status quo and commitment to promoting structural school environment and curriculum changes to accommodate her students from culturally and linguistically different backgrounds in a predominantly white school district. In fact, teachers who displayed the above qualities encompass Bass and Riggio's (2006) transformational leadership in nature.
Samantha, who also considered herself as multilingual-multicultural individual, was the only research participant who identified herself as a servant teacher during the first in-depth interview. She clearly stated that:
"Serving my students and helping my school to be highly responsive to differentiated teaching is crucial for me".
Furthermore, Samantha's social action and personal multicultural curriculum transformation and determination to promote radical changes in her students' direct world outside the classroom/ school all suggested that her teacher leadership was influenced by a servant leadership style. The table below summarizes the emerging culturally responsive leadership profile of the 6 participants. It is important to highlight that our data analysis did not suggest a direct casual relationship between teaching performance standards and multicultural curriculum transformation stages. However, qualitative findings suggested an intrinsic relationship between NNES elementary ELL teachers, self-perception of their cultural identity, leadership style and their ability to perform multicultural curriculum transformation within traditional elementary ELL classrooms in a specific ESL context in the US. In other words, these qualitative findings cannot be generalized to all NNES elementary ELL teachers in ESL and/ or EFL contexts.
Conclusions & Implications for NNES Elementary ELL Teacher Education in an ESL Context
This paper explored NNES elementary ELL teachers' culturally-responsive leadership profile in a specific ESL context in a north-central school district of the United States of America. Comparative data analysis suggested that there was no causal relationship between NNES' elementary ELL teachers' culturally responsive leadership styles and their abilities to perform multicultural curriculum transformation.
According to McIntosh (2000) , teachers should learn how to perform the five steps of curriculum transformation in order to effective transform a gender-centric and ethno-centric curriculum to a multicultural one. Moreover, graphical data, as discussed above, pointed out that all 6 par ticipants scored below 70% in responsive curricula and teaching practices, caring community and cross-cultural communication skills, which suggested the importance of making more intercultural learning and teaching training opportunities available to them in order to further assist them in enhancing their curriculum transformation and culturally responsive leadership skills.
Despite practical constraints, data analysis highlighted how some participants where moving forward in the process of adopting culturally responsive instructional strategies such as instructional conversations, generative and school of contract, jurisprudential teaching and learning through play, which were essentially inclusive and gave each student voice to tell his or her own story within the elementary ELL classrooms. In the same vein, findings suggested that the adoption of those culturally responsive instructional strategies depended upon each participant's self-ranked cultural identity status and leadership style. Four NNES elementary ELL teachers who displayed transactional leadership style implemented the additive strategy of multicultural curriculum transformation. One NNES elementary teacher who displayed the transformative leadership style adopted the integration or structural strategy of multicultural curriculum transformation. Another NNES elementary teacher who displayed the servant leadership style adopted the social action and personal strategy of multicultural curriculum transformation suggested by Banks (1993) and McIntosh (2000) .
Theoretically, we contended that any culturally responsive instructional strategy was transformative in nature and should be considered as vector of a pluralistic and multicultural society that works well for everyone, without implicitly or explicitly highlighting the history, culture and language of any ethnic group (especially the dominant ethnic group) as superior to others through textbooks or the massive use of teachers from the hegemonic group (Spring, 2007) . Transformation of elementary ELL classroom curriculums from gender-centric and Euro/ Western-centric to pluralistic and multicultural ones in the global area, is the starting point of restoring the human capacity to feel close and connected to all other human beings. Feeling close and connected does not mean the suppression of differences. It does mean that in a subtractive bilingualism, elementary ELL students must not only learn the history, stories, languages and cultures of the hegemonic group, but also strength their own linguistic and cultural heritage(s). Here is where NNES ELL teachers who are cultural insiders or insiders of at least two cultural reference groups must play a crucial role in designing multicultural ELL curriculums and culturally responsive instructional techniques.
A critical reading of research results discussed in the previous section suggested the critical need of preparing culturally responsive NNES ELL teachers for elementary ELL classrooms in the United States of America. Based on the above findings, we might argue in favor of pluralistic and multicultural settings, in which NNES elementary teachers are deeply involved in a lifelong process of becoming and remaining cultural insiders or at least intimately familiar with their primary cultural reference groups (heritage & host).
Certainly, training culturally-responsive NNES elementary ELL teachers is a complex process which requires teamed and collaborative endeavors. We anticipate that this process is even complex in EFL settings, where preservice EFL teachers have limited exposure and interaction with the target language and culture. In an ESL context, ELL teacher educators must acknowledge the difficulty in helping prospective NNES ELL pre-service teachers to change deeply-rooted and relatively unconscious learning habits and acquired beliefs, values and schemata.
Enhancing future NNES elementary ELL preservice teachers' culturally responsive leadership and multicultural curriculum transformation skills in an ESL context is very important to radically change the historical and widespread Euro/ Western-centric ELL curriculum design trend. It is a necessary culturally-responsive teacher education actions needed to strengthen culturallyresponsive ELL curriculum and instructional designers' innovation, creativity and autonomy.
